The Open University is one prime example of a new pattern of higher education, but it is only one of a number of new patterns that have been woven over the last twenty years and I thought that I might try in this lecture to identify the factors that have been significant in the evolution of these patterns and consider how we can account for the storm that we are currently witnessing in what was, for a very long time, the calm sea of higher educationa storm that has undoubtedly made a lot of academics very sea-sick.
The Open University is one prime example of a new pattern of higher education, but it is only one of a number of new patterns that have been woven over the last twenty years and I thought that I might try in this lecture to identify the factors that have been significant in the evolution of these patterns and consider how we can account for the storm that we are currently witnessing in what was, for a very long time, the calm sea of higher educationa storm that has undoubtedly made a lot of academics very sea-sick.
To start with, let me try to pick out the critical features of the traditional pattern of higher education that was common to most universities throughout the world before the storm broke. First and foremost, higher education was the culminating stage of a continuous period of initial education beginning at primary school. By the age of about 18, students who had succeeded in obtaining good grades moved from school to university. Thus it followed that university entrants were a relatively homogenous group and a start could be made by university teachers in the confident expectation that they all had a common knowledge and understanding of the subjects in which they had, in the previous years, studied and obtained credits at school. Second, higher education involved residence by day and usually by night in the university with a consequential close exposure to fellowstudents and staff; and the teaching methods were based upon this close contact. Face-to-face tuition in lectures, seminars and tutorials was the cornerstone of the system and the library and the laboratory provided the back-up resources. Third, the courses that were taught were discipline based. Control of the teaching was vested in the department, often, indeed, in the head of department, whose highest ambition was often to produce the next generation of scholars in his own image. Thus the nurture of excellence was a paramount objective. This wholly admirable and indeed vital feature of university education did, however, mean that for those students who were neither scholars nor excellent, the courses were sometimes inappropriate to their own needs. Finally, and for a number of reasons, some good, some bad, the system was frankly elitist. There was often competition for entry to or for survival in the system; the cost of higher education, either overt as fees or covert in the form of loss of income to the family, could and did militate against the poor; the concentration upon the needs of the scholar could be a positive disadvantage to the nonscholar who was primarily concerned with obtaining a qualification that acted as a vocational passport.
There was much that was admirable in this traditional pattern. Society looked to the universities for the nurture of what Ashby has called 'the thin clear stream of excellence' and for the production of its future leaders. The universities were the centre of research and of scholarship in the disciplines represented and maintained high standards in both. Such failings as there were were accepted as the necessary price that had to be paid to secure these benefits.
But great changes were going on in the world, changes that were to have profound effects on this traditional pattern. Most of them stemmed from the technological revolution, and many from the communications explosion that was a major feature of that revolution. Radio, television, the telephone and air travel meant that events all over the world were known to everyone with an immediacy and a drama never hitherto experienced. Ordinary people became aware for the first time of global problems and of unrealized potential, and awareness bred concern which in turn led to two new demands: first, for education which was necessary for an understanding of the problems and potentials; and, second, for the right to participate which was necessary for the exertion of influence upon the course of events.
The demand for education stemming from the people themselves was reinforced by the needs of society for more trained manpower for the maintenance of the new technology and there was a tremendous expansion in the provision of higher education, first in the developed countries and later in the developing ones. This expansion was perhaps the first major factor in producing the storm in the educational sea. But, concurrently, the technological revolution itself had another effect, namely to increase by many times the costs of research in the universities. Thus the total national expenditure on higher education rose dramatically in every country both for this reason and because of the increase in student numbers. Governments faced with spending increasing proportions of their income on education became increasingly concerned with obtaining value for money. No longer were they prepared to let university academics run teaching programmes for ever-increasing numbers of students in the traditional pattern. Indeed, poorer developing countries could not contemplate such levels of expenditure. All this was to lead to political interest in and pressure for new and cheaper patterns of higher education more relevant to perceived national need.
The worldwide trend towards participative democracy that stemmed from the communications explosion was to have another unforeseen effect on universities, for it was undoubtedly one cause of the great student unrest of the 1960s. Students, as young adults, wanted to participate too. They demanded a greater voice in university government, in the nature of the courses that were taught. Furthermore, concerned about global problems, they wanted courses that were 'relevant' in this sense. They saw that disciplinebased courses were not directly relevant; but they failed to appreciate that real insight into global problems would depend upon bringing the expertise of many disciplines to bear upon them, that their demand for immediate relevance was often a mirage. Yet, on the other hand, the preoccupation of the disciplinary-based teaching with scholarship often obscured rather than revealed the application of the discipline to any global problem whatsoever; and, in this sense, the universities often failed to meet a deeply felt student need.
Another potent influence was that, at the very time that society needed more scientists and technologists to cope with the effects of the technological revolution, the awareness and concern of people about those global problems which had arisen because of the uncritical exploitation of technology (the problems of pollution, for example) was breeding amongst the young a revulsion from science and technology and a desire to seek, through a study of the social sciences, solutions to the problems of society. The fact that the social sciences could offer no answers, no solutions, frequently added to the disillusionment of students. Furthermore, the imbalance between the student numbers in science and in the social sciences compared with government estimates of national needs in these areas aggravated the concern of governments to find new patterns.
The growth of demand for education and for participation was by no means confined to the young. There was a great upsurge of interest in adult education, in providing opportunities for those who had been denied them by the elitist selection system for school-leavers that was inherent in the traditional pattern of higher education; and this called for new patterns, for there were virtually insuperable difficulties in fitting adults into the traditional one. Concurrently there was developing an awareness that, after the technological revolution, initial education could no longer fit a man to practise his profession for the whole of his career. The pace of change was too greathe would be out of date within a few years. A few thinkers began to develop the concept of continuing education, not only as an extra but even as an alternative to initial education. 'Deschooling' became a popular, if never an attractive word. The high level of motivation of adults who had some experience of life outside the world of education had been noted amongst ex-servicemen students after the war, and was contrasted with the frequent low level of motivation and sense of purpose observed in many of the new school-leaver undergraduates.
Finally, the communications explosion brought with it an awareness that the drama and the immediacy offered by radio, and even more by television, offered a new means of instruction, of training, of education, that was a potential rival to the traditional pattern based on face-to-face contact. Numerous experiments were made; most were attended by a singular lack of success, attributable, I believe, more to the misguided and inept use of the media than to any intrinsic unsuitability on their part. I have sketched in a simplistic picture of the background, of the main trends towards change, against which new patterns of higher education emerged. Let me turn to look at some of these new patterns and try to see in what ways they have accommodated these trends and how far they may in the future succeed in accommodating them. In doing this let me start by emphasizing that none of these new patterns has yet been accepted in the world of higher education save on a very experimental basis. In the developed countries there is an immense inertia in the traditional system, so that the force required to produce any change must be immensely powerful. The inertia stems in part from the justifiable belief that the system has worked well for centuries and the consequent distrust of any proposed change; partly from the vested interests in maintaining it for commercial reasons; and partly from the fear of redundancy on the part of those who work in it. In the developing countries, beginning the task of building their own systems of higher education, there is a natural suspicion of any suggestion that they should build upon a new pattern when the developed countries still stick with the traditional one. This is, perhaps, the main reason why the Open University is the focus of such intense interest from the developing countries, for it is one of the very instances where, in a developed country, a new pattern has been introduced on a large scale and has succeeded in coexisting with the traditional pattern and acting as a complementary part of a national system.
What, then, are the new patterns that have emerged and that have been tried on an experimental basis? I shall discuss four of them as if they were separate entities; but it will become apparent that, of course, they are by no means separate but rather that they can overlap and interdigitate in a whole variety of ways to fit any one particular system. Let us look first at the pattern of individualized selfpaced instruction.
Individualized Self-paced Instruction Even in a traditional system of higher education with a highly selective entry there will be students of widely different innate abilities in any one class. The pace of face-to-face instruction will vary depending on the teacher. We have all experienced, as undergraduates, the twin miseries of listening to the lecturer who painstakingly explains slowly, clearly and repetitively a concept that we saw as self-evident, and of listening to the lecturer who raced through an explanation of a concept, clearly self-evident to him, but totally beyond our capacity to absorb and comprehend in the time he allowed us. No doubt we blamed both-lecturers with some bitterness. But we were, of course, wrong. There is for any one student a happy mean between the two miserable extremes, but that mean is not precisely the same for any two students. Thus the lecturer can never win. One of my sons gained a first-class honours degree in history at Oxford. He tells me that the number of lectures he attended could have been counted on the fingers of one hand. He studied by himself at his own pace guided in his choice of reading by a number of tutors some of whom he found helpful, others of whom he did not. It is my belief that, had he never met a tutor or indeed any member of the staff, he would still have got a first. In other words a natural scholar is not dependent upon any one educational pattern but will succeed however inappropriate the pattern may be. The success of the OxbTridge system depends much more on the fact that these ancient universities attract the cream of the school-leavers from all over the country than on the pattern of the teaching there, which is often wholly unsuitable for the less gifted student. The fact that many of the staff are eminent scholars and brilliant researchers has little if any impact upon the undergraduate teaching. Clearly this is not true of postgraduate teaching, but that is another story with which I am not, for the present, concerned. What I am emphasizing is that individualized self-paced instruction, even when that name is not used to describe it, works well for very able students despite any system.
What is of real concern is whether it can be made to work for much less able students. I do not think such students can cope with the Oxbridge method. They need a very much more structured approach. As I have tried to indicate, formal courses of lectures can never be suited to the needs of a whole class. Patterns of self-paced individualized instruction of a highly structured kind have been tried in a number of universities with varying degrees of success. The degree of success depends primarily, I think, upon the quality of the learning materials that are made available to the student;
and their quality depends upon the skill, the time and effort, and the cash that are devoted to them. A very able student could no doubt master the whole asthetically beautiful concept of the analysis of variance were his only learning materials the two classic books by R A Fisher. Being well below that calibre myself I found, as do most of those who aim to comprehend the analysis of variance, that Fisher's prose was far frum lucidmy fault, not his! -and that I needed help. Years later, when attempting to help medical students in Edinburgh to a similar comprehension, I tried my hand, in lectures and in writing, at simplifying the story. Not surprisingly I succeeded with some students and failed with others. This was a classic example of the limitations of the traditional pattern. Since working in the Open University I am now quite certain that, with time, effort and money, I could prepare learning materials that would enable virtually all students to comprehend. It would take some of them a very long time; others would romp through. Specially prepared texts that call for responses from students which test comprehension at each stage can be supplemented by audio-tapes, by tape-slide productions, by film loops, by exercises in applying techniques; and all of them, together with Fisher's original books, can be made available to students working alone in their own time and at their own pace. All this can be supplemented by a telephone through which the student who is really stuck can call for help from a tutor.
Such systems are already in use in many institutions for particular courses in which the staff have chosen to expend their energies in creating the learning materials. But it is usually hard for them to raise funds adequate to do a really good job. Inertia and fear of something new are often serious drawbacks. Consequently there is often established a vicious circle, in that inadequate learning materials are ill received by students and bring the system itself undeserved ill-repute. It is for this reason that I am constantly seeking for opportunities whereby the learning materials that we have developed in the Open University for the distance learner can be tried out in the wholly different circumstances of the self-paced individualized instruction pattern adopted within a traditional institution of higher education. Our learning materials have been developed at a very high cost and I believe them to be of very high quality. They cannot, however, cover exactly the content that any other institution would choose to include and there is always difficulty in accepting another teacher's course rather than one's own. Nevertheless, it is, I believe, going to be essential to overcome such difficulties because, as I indicated, the costs of higher education have escalated so alarmingly. It seems to me to be incontrovertible that we must, sooner or later, abandon the notion, at least for elementary undergraduate courses, that a student:staff ratio of about 10:1 can be sustained. The cost of labour is just too high. On the other hand, the high costs of initiating high quality learning materials can be amortized over many students in many institutions, and often over many years. The potential savings are immense. I also believe that the potential gain in meeting more adequately the needs of students of wide variability in innate ability is very significant. Set against these advantages the risks are small. 'The dull hand of uniformity' is one frequent cry. But there is, within any one discipline, a great deal of material that all students must assimilate before we can start catering for the particular and personal interpretation that individual academics may wish to put upon it. This latter part of the educational process cannot of course be accomplished through the widespread use of common learning materials; but it is the gilt -I am concerned with the gingerbread.
There is one other reason why the pattern of selfpaced individualized instruction has not been more widely adopted. It is all too easy to fall into the trap of becoming obsessed with the hardwarewhich can be fascinatingand of neglecting the software. Learning materials of the kind that I have been describing can be offered in a relatively simple format; they can also be offered through such media as programmed learning or computerassisted instruction. I am far from denigrating either medium; but it remains true that the investment involved in preparing such learning materials is an order of magnitude larger again than that for the simple format. But even more important, I think, is the fact that those who embark upon such projects are all too frequently so beguiled by the potential of the hardware that the basic objective of meeting student needs takes a second place. We need advanced communications technology for all sorts of other purposes. I believe that we should always try to use the simplest possible technology that will be adequate for the educational pattern we are trying to operate, not only for reasons of cost but also because our attention will tend to remain fixed upon that operation, and not on any new toy that we can play with.
Contract Learning
Let me turn to a wholly different development born of wholly different objectives, namely the new pattern of contract learning. The concern of both school-leavers and adults with the global problems of society had bred, as we have seen, a dissatisfaction with the established discipline-based courses offered by most universities; a dissatisfaction that, while understandable, was often misguided and that, during the student unrest of the 1960s manifested itself in a demand for 'relevant' courses. One major effect of this period which is often overlooked is the very considerable change that took place in the traditional universities as a result of these pressures. New programmes of study were introduced leading, in the British universities, to combined honours degrees of wholly new kinds. There were real attempts to produce multidisciplinary courses that could take particular problems as their linking themes. Some new courses, on the other hand, were project based so that students could see, from the outset, a reallife application of their theoretical study and hence appreciate its relevance.
These trends were intensified in certain institutions, notably in the University Without Walls and Empire State College in the United States.
Here there was a direct break from the classical educational picture of first designing courses and then offering them to students. Instead the goal was to let the student choose for himself precisely what it was he wished to study. The institution would then contract with the student to provide just that. This pattern of contract learning was established for mature students; and it is certainly arguable that they are much more likely to be competent to know what it is they need from education than are younger students straight out of high school, who may lack both the real experience of life necessary to an informed choice and the motivation to break away from traditional patterns. There seems little doubt that, for mature adult students, contract learning offers an exciting new prospect.
In the Open University our students are all mature adults; we do not offer them contract learning but we do offer them an unconstrained choice of courses from six faculties. The striking fact is that their choice is almost always extremely sensible and clearly geared to the needs of their occupation. I have no doubt that the idea of determining pre-set patterns of degree study with relatively few optional electives, is wholly unnecessary and, indeed, unsuitable for mature students. I do, however, remain very sceptical as to whether such freedom of choice would or would not be abused by school-leavers.
The disadvantages of contract learning are, I think, twofold. The first is that few institutions are in a position to offer more than a limited range of contracts. In a densely populated area such as New York State, in which there is an extensive network of independent and state universities and colleges each offering a wide variety of pre-set courses, it is usually possible for Empire State College to find, amongst the host of existing possibilities, a combination that meets the needs of each of their individual students. Clearly this is less and less likely to hold good the more scattered the population and the poorer the network of existing traditional institutions. The second disadvantage is financial. The cost of each contract is high and overall the system seems to be for this reason inappropriate as a substitute for existing patterns, although it has great potential as a complementary one in particular cases.
Since the basic idea is to arrive at a contract that exactly suits the needs ofthe individual student, the idea emerged of using his occupational activities as the subjects of study for credit. A natural further development was, ofcourse, the award ofcredit for life experience already completeda sort of advanced standing dependent upon activities during previous years. I am, I suppose, enough of an old square to doubt the wisdom of this last development except, perhaps, after very careful scrutiny and in very exceptional circumstances. Credit for life experience should normally, I believe, be measured in terms of vocational achievement, personal standing or financial reward rather than by the award of academic qualification.
Distance Learning
The third of the new patterns of higher education that I want to discuss is the one that I know most about from my experience at the Open University, namely distance learning. The growth in the demand for education from adults, to which I re-ferred earlier, was intensified in Britain by the fact that we had had, for many years, a particularly elitist system of selection for entry to higher education. Before the great expansion of provision after the war, less than 5 % of the age group in any one year went on from school into university; and even after the expansion, which was designed primarily to cope with the 'bulge' and the upward trend in the birth rate, the proportion rose only slowly although the absolute increase was dramatic. We were, and had long been, out of step with most of Europe and North America in offering higher education to such a small percentage of school-leavers. Thus we had, amongst the adult population, a much larger untrained pool of untapped ability than did many other countries. It was patently clear that we could ill afford such a prodigal waste. How could we rectify the situation?
The Open University was the principal means to be employed. It was designed to offer a second chance of higher education to all those who for any reason had been denied or had not taken advantage of the opportunity of higher education after leaving school. It was to make no compromise on academic standards, but it was to make access easy. The latter principle demanded three things: first, that there should be no qualification required for entry; second, that the costs should not put it beyond the reach of the poor; and, third, that the method of study should take education to the student, who could remain in full employment living at home, and should not take the student to education in an institution.
It was therefore absolutely essential to adopt, as an article of faith, the idea that the traditional faceto-face methods of education were not necessary and could be dispensed with. There was little evidence to support that faith. Correspondence education had almost always failed, in that the success rates usually ran at under 10 %. Television and radio were recognized as useful ancillaries to the traditional pattern, but could not be envisaged as substitutes. Was it possible that a combination of all these, together with any other distance communication methods, could work?
The learning materials that had to be developed must be as good as, nay better than, those needed for the self-paced individualized instruction pattern that I have described -and for two main reasons. First, access to a tutor could not be so easy-he was not in his laboratory next doorso that remedial face-to-face help would often be unavailable or available only after a delay. Second, the isolated student could not rely on the stimulation of competition, or the help that is derived from classmates in the traditional institutions. The loneliness of the long-distance learner is very real and his motivation will flag if the learning ma-terials are not themselves stimulating, for they are his main contact with the university. I am not, in this lecture, giving you a discourse about the Open University. Suffice it to say that we think we have now justified the faith that led to its creation. Well over 300 000 adults in Britain have, over the past six years, applied for entry. We have admitted over 100 000 of them, constrained only by the funds available to us, not at all by the imposition of any system of selection. Indeed, it is a case of first come, first served. We have produced already over 21 000 graduates, and currently there are over 60 000 still studying. The success rate in individual courses is remarkably steady at about 70-75 %. Of the first cohort of students, who started in 1971, 500% have already graduated; and this has been achieved alongside an acceptance by the academic world in Britain that our degree is equivalent in standard to that of any other British university.
What of the other factors about this particular new pattern of higher education? Let me consider four of them. First, the cost. To produce one fullcredit courseone credit being approximately equal to 15 credit hours in the USA or in Canadacalls for an initial expenditure of about £750 000. Thus if a course attracts 1000 students each year and has a life of five years, the initiation cost per student is £750 000 divided by 5000, or £150. To teach one student that course costs about £200, so that the total cost per student per annum is some £350. This represents about one-fifth to onequarter of the cost in a conventional university. But it is entirely dependent upon having very large numbers of students. If only 100 students were to study the course each year the cost would rise to £1700 eachmore expensive than in a conventional university. It is disastrous to start such a system on a pilot scale. The real miracle in Britain is that, without any evidence that it would succeed, an enormous investment was made. Faith indeed! Second, the courses. Have they offered students the sort of education they wanted? I have already mentioned that they make a very sensible selection for themselvesunconstrained by any regulations. I also believe that we have succeeded in offering courses that are seen to be highly relevant, that deal with problems that concern the students. We do not always succeed and some courses have been withdrawn because they are not wanted by enough students. We sometimes make poor courses. But, by and large, the very fact that our courses are on public display, on open-circuit radio and television and in the bookshops, calls forth from academics a very high quality of product, wholly different from that which satisfies many of them when offered only behind the closed doors of the classroom.
Third, the students. They are drawn from all classes and occupations. Increasingly, we have attracted the less well qualified, the working men and women, although they are still less numerous in absolute terms than the qualified middle class.
The modal age is 26, although some 7 % are over 50 and we have a few graduates of over 80. The primary characteristic is staying power. This must be one of the most difficult ways of getting a degree ever invented by the wit of man. Courage and determination that stem from intense motivation are obvious qualities of our graduates.
We have always imposed a lower age limit of 21 on our entrants. Yet the interest of the government, aroused no doubt by the prospect of a cheaper pattern of higher education, forced us to admit experimental groups of 500 younger students in each of three successive years. The results have just been published in an interim report. There were few applicants, many of those offered entry rejected the offer, large numbers dropped out in the first year, and the pass rate of those who stayed was lower than that for older students. The one bright feature was that those who succeeded in their first year performed in later years just as well as their older counterparts. This result was not unexpected. I always thought that a factor of maturity would be an essential element for success. I do not think that the distance learning pattern is suited to schoolleavers. I do think that, as I have indicated, our learning materials could be successfully used for them in an institution by the pattern of self-paced individualized instruction.
Fourth and last, the mass media of communicationradio and television. I think we have shown, beyond any shadow of doubt, that to offer degrees by distance learning there can never be enough broadcasting time available to use television or radio as the main media of instruction. They are also too expensive to waste on things that can be dealt with by the printed word. They are invaluable adjuncts, to be used when a moving video-signal or when an audio signal is essential for understanding or comprehension. They also have, I am sure, a drama and an immediacy that are very valuable in maintaining motivation; and they act as a pacing mechanism without which more students would drop out. A weekly broadcast will tend to make more students keep up with the correspondence texts.
I would therefore conclude that the pattern of distance learning has come to stay; but that it is not a panacea, an alternative to the traditional pattern. It is a pattern which, if used properly, can complement other patterns in providing a comprehensive national system of higher education.
Continuing Education
The fourth and last of the new patterns of higher education that I wish to discuss is more an idea than an established pattern. The concept of con-tinuing or recurrent education has been the subject of numerous conferences, books, articles and reports, but in no country has much been done to introduce it, save in limited ways for particular segments of the population. I mentioned briefly some of the main reasons for the development of this new concept, namely the awareness that, in an age of very rapid technological advance, initial education could not longer fit a man to practise his profession for the whole of his career. He would require updating at regular intervals. The pace of change in society was also accelerating and this constituted another reason for continuing education. There is no doubt that these are powerful reasons for changing the traditional pattern based on a comprehensive initial education. The problem is to develop a new pattern that will permit the implementation of the new policy. It is not enough to think of ways in which the present patterns of initial education can be supplemented by an extra programme of continuing education with refresher, updating, in-service and retraining courses. This would involve a further enormous increase in the national expenditure on education as a wholeand already it calls for a very large share of the GNP. What is required, in order to introduce continuing education patterns, is a concurrent and radical change in the provision of initial education. If the pace of technological and social change makes continuing education necessary, it follows that much of the content of initial education is ephemeral and obsolescent. Yet the curricula of initial education have been continuously extended. It is so much easier to add on new subjects, new knowledge, to the existing curriculum than to distill the essence of the permanent core of understanding and discard the impurities that clutter it up. We have indeed added so much that, unless we discontinue the habit, by the time our students emerge with a PhD they will already be middle-aged, too exhausted by study to make their proper creative contribution to society. And much of their study will have been devoted to mastering ideas and techniques already obsolete when they finally qualify.
One example from my own experience may serve to illustrate this horror story. When an undergraduate, I studied pharmacology in 1941, I made lecture notes which, totally forgotten, lay in my desk drawer for nearly twenty years. In 1958 when I became Professor of Pharmacology in Edinburgh, I got them out to see if they would be of any help to me in designing my very first teaching course. I found that 80 % dealt with drugs, which had been included in the Herbal of Dioscorides in 55 AD, had remained in use for 1900 years but had been discarded since I had qualified. Most of the drugs that I included in my 1958 course have, since then, disappeared in their turn. I am no longer sure that there is a case for including any course in pharmacology in the initial medical curriculum. I am certain that, if one is included at all, it should deal only with general principles such as those governing the absorption and excretion of drugs and should eschew, save for illustration of the principles, any mention of the drugs currently in popular use. On the other hand, I am equally certain that all practising doctors require regular recurrent courses on the pharmacology of the day. The two changes must obviously be made together; one without the other is either too expensive or too potentially dangerous. This is only one example of what is common to a great deal of initial education. I see little reason in principle why the whole period from 5 years of age to about 25, should not be cut by five years on average -more for the brilliant, less for the dull. But I see also immense practical difficulties in achieving such a radical change. There is no doubt that this is the reason why so many people talk about it but so little is done about it. Perhaps, indeed, the objective of concurrently providing initial education and introducing continuing education is wholly unattainable. If that is really so, then we must face the need, despite the extra cost, of introducing continuing education firsthoping that the cut in initial education will eventually follow. To do this would demand a very cheap way of providing continuing education and I consider that the pattern of distance learning offers the only hope of success. To this end we, in the Open University, are currently studying a report on how best we could play our part, in Britain, in providing a programme of continuing education.
To use a medical example once again, preliminary calculations show that, if every doctor were required to take a refresher course once every five years, it could be achieved, through the Open University pattern, for approximately onetwentieth of the cost of doing it by the traditional pattern. The stumbling block is the high initial investment before any results are achieved. It requires another act of faith, comparable to that which led to the creation of the Open University itself, for that step to be taken.
The last twenty years seem a seething ferment of new educational ideas. Reports from various committees and task forces are very numerous and within them can be discovered a host of exciting proposals. But a plethora of ideas makes choice and the imposition of an ordered pattern very difficult. I hope that I have not simply made confusion worse confounded; but that, instead, I have at least indicated the broad areas within which our choices must lie. I am sure that the next twenty years are going to produce some fascinating developments that will have a profound influence on the future of mankind.
